The Home Literacy Environment and Kindergarten Literacy Skills: A Case Study by Izzo, Michele
St. John Fisher College
Fisher Digital Publications
Education Masters Ralph C. Wilson, Jr. School of Education
12-2010
The Home Literacy Environment and
Kindergarten Literacy Skills: A Case Study
Michele Izzo
St. John Fisher College
How has open access to Fisher Digital Publications benefited you?
Follow this and additional works at: http://fisherpub.sjfc.edu/education_ETD_masters
Part of the Education Commons
This document is posted at http://fisherpub.sjfc.edu/education_ETD_masters/35 and is brought to you for free and open access by Fisher Digital
Publications at St. John Fisher College. For more information, please contact fisherpub@sjfc.edu.
Recommended Citation
Izzo, Michele, "The Home Literacy Environment and Kindergarten Literacy Skills: A Case Study" (2010). Education Masters. Paper 35.
Please note that the Recommended Citation provides general citation information and may not be appropriate for your discipline. To
receive help in creating a citation based on your discipline, please visit http://libguides.sjfc.edu/citations.
The Home Literacy Environment and Kindergarten Literacy Skills: A Case
Study
Abstract
This study was completed to determine the effects of the home literacy environment on three areas of literacy
development: phonological awareness, alphabet knowledge, and concepts about print knowledge. The
research was conducted as a case study. Data was collected through interviews, checklists, and a series of
literacy assessments. The data shows that a literacy-rich home environment contributes to successful
acquisition of emergent literacy skills. Through the review of the literature and the findings of this study, three
themes emerged: the value of books in the home, parent teaching of literacy skills, and the involvement of the
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Abstract 
This study was completed to determine the effects of the home literacy environment on 
three areas of literacy development:  phonological awareness, alphabet knowledge, and 
concepts about print knowledge.  The research was conducted as a case study.  Data was 
collected through interviews, checklists, and a series of literacy assessments.  The data 
shows that a literacy-rich home environment contributes to successful acquisition of 
emergent literacy skills.  Through the review of the literature and the findings of this study, 
three themes emerged:  the value of books in the home, parent teaching of literacy skills, 
and the involvement of the family in literacy activities.
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The Home Literacy Environment and Kindergarten Literacy Skills 
Literacy skills are not learned exclusively during the school years.  The time from 
birth until children enter school is critical in preparing them to read and write.  Having a 
literacy-rich home environment and parents who read to, and in front of, their children can 
prepare them for success in school.  Literacy skills extend to every subject area including 
math and the more prepared children are to read successfully, the better their chances are 
of succeeding in school.   
 In our new age of technology, children may want to watch television or play video 
games instead of choosing to read.  Yet, the quality time that parent and child spend 
together reading and exploring books is far more valuable and will stay with the child 
throughout their lives.  Books can take a child to faraway places and feed their imagination 
unlike television and movies.  Parents are the ones who can give a book life by reading with 
expression and enthusiasm.  Having a wide variety of books at home or going to the library 
regularly can help expose children to different genres of writing as well as unique and 
diverse characters. 
 Growing up, books were always present in my home.  I remember wanting to read 
the same books over and over again.  In doing so, I built up my reading fluency as well as 
my confidence.  I became connected to the characters in books because I read about them 
so frequently.  I also remember asking my mother to go to the library or pick out books at 
the store.  I was taught that books were valuable and to be cherished and taken care of.  
Now that I am a mother, I am trying to instill a love for books in my own daughter.  She 
loves going to her bookshelf and choosing a book for us to share.  She’s only two years old 
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now, but she loves hearing the stories that go along with the pictures she sees.  Eventually, 
she will be eager to read the words herself.  More importantly, I hope that she will continue 
to cherish the time that we spend together reading.   
 As I thought about my own experiences and the memories I am creating with my 
daughter, I began to wonder how these shared reading experiences and the environment 
that is created in the home with books affects or will affect a child as they enter school.  
Will these experiences truly give my daughter an advantage when she enters kindergarten?  
Will she learn more easily because she has been exposed to books her entire life?  Will she 
be more aware of letters, letter sounds, and words because she comes from a literacy-rich 
environment at home?  These questions became the basis for my research. 
 The purpose of this research was to determine the effect of the home literacy 
environment on key kindergarten literacy skills.  Upon completion of the study and 
reviewing the related literature, parent teaching and shared reading are related to the 
development of alphabet knowledge, concepts about print knowledge, and phonological 
awareness.  The current study demonstrates that a literacy-rich home environment 
contributes to developing the literacy skills needed to be successful in kindergarten. 
Theoretical Framework 
  Sociocultural theory states that literacy learning occurs through human interaction 
(Kucer, 2005).   Humans first begin to learn language out of a desire to communicate and be 
social.  We are, by nature, social creatures and language gives us the ability to interact and 
emotionally bond with others.  We first learn oral language by observing and imitating 
those around us.  Print is all around us, and children are immersed in language from birth.  
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Children see words on billboards, bumper stickers, traffic signs, on television, and even on 
their toys.  Parents talk to their children, sing to them, ask them questions, and point out 
objects while naming them.   During language acquisition, parents act as mediators for the 
child.  First, it is only the adult that does the talking, demonstrating and modeling the way 
the language is used.  Then, babies start babbling and cooing, “trying out” the language 
themselves while the adult still demonstrates the actual words the child cannot say yet.  
The next stage is the child using the language with complete interaction and help from the 
adult.  The child’s language is still developing and many phrases and word usage are wrong, 
but the adult helps the child by continuing to model and correcting mistakes that change 
the meaning of the child’s speech.  The last two stages are when the child uses language 
with almost no help or correction or completely independently (Kucer, 2005).  This theory 
can be used as a lens to examine parent-child interactions during shared reading 
experiences or parent teaching of literacy skills. 
 There are two aspects of Vygotsky’s (1978) theories of child development that can 
be used to analyze the ways in which families pass down the skills and knowledge of 
literacy through social interactions.  One aspect of Vygotsky’s theory of learning is the Zone 
of Proximal Development, or ZPD.  This idea is the backbone of Kucer’s (2005) 
sociocultural theory discussed previously.  Vygotsky (1978) defines the ZPD as “the 
distance between the actual developmental level as determined by independent problem 
solving and the level of potential development as determine through problem solving 
under adult guidance or in collaboration with more capable peers” (p. 86).  Vygotsky’s 
theory is the idea behind conducting Guided Reading groups at the students’ instructional 
level, which is one level higher than what they can read independently.  This theory also 
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relates to parent teaching of literacy skills because parents guide their children towards 
new learning during shared reading.  Learning to read is a process that parents can 
facilitate by moving through the ZPD with their children, always pushing them to go a little 
further than their independent level of reading.   
 A second aspect of Vygotsky’s theory of learning is that social learning precedes 
development.  He states that, “human learning presupposes a specific social nature and a 
process by which children grow into the intellectual life of those around them” (Vygotsky, 
1978, p. 88).  In order to encourage new learning, children must be pushed in the direction 
of development that has not occurred yet.  If children are taught at their present 
developmental level, they are only maintaining the development that has already occurred 
and not gaining any new knowledge or skills.  This relates to the Zone of Proximal 
Development because learning takes place in advance of the child’s development.  
Similarly, parents and older siblings model their literacy behaviors for the younger child 
pushing them to imitate those behaviors and learn new skills above their current 
developmental level.   In a literacy-rich home environment, many levels of books are 
available for the child to explore.  Shared reading with a parent gives the child an 
opportunity to interact with books that are above his/her reading level, therefore allowing 
the child to learn new literacy skills.    
 The Home Literacy Model (Sénéchal, LeFevre, Thomas & Daly, 1998; Sénéchal & 
LeFevre, 2002) serves as the framework for other research studies (Sénéchal, 2006; Hood, 
Conlon & Andrews, 2008) involving storybook exposure and parent teaching of literacy in 
the home, as well as the present study.  One aspect of the model states that parent teaching 
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is directly related to early literacy skills (Sénéchal, 2006).   It is important to note that 
parent teaching is not the only factor that affects the acquisition of early literacy skills, but 
one piece of the puzzle.  The present study explores the relationship between parent 
teaching activities in the context of the home literacy environment on specific kindergarten 
level literacy skills.   
A second aspect of the model explains that parental teaching and shared reading are 
two separate experiences and lead to different outcomes.  It is necessary to narrow the 
focus of the research to include specific literacy skills in order to pinpoint the affect of 
storybook exposure and parent teaching on each area (Sénéchal, 2006).  Therefore, the 
present study concentrated on three areas of kindergarten literacy skills:  concepts about 
print knowledge, phonological awareness, and alphabet knowledge. The goal of the present 
study is to look at parent teaching within the home literacy environment and its affects on 
the three literacy areas mentioned above in the context of a case study. 
Research Question 
 Based on sociocultural theory of literacy acquisition and the Home Literacy Model, it 
is clear that literacy skills are enhanced in a literacy-rich home environment.  This action 
research study asks, how does the Home Literacy Environment (HLE) affect concepts about 
print knowledge, phonological awareness, and alphabetic knowledge at the kindergarten 
level? 
 Literature Review 
 The home literacy environment is an important contributor to the development of 
emergent literacy skills in preschool to kindergarten age children.  While reviewing the 
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literature written related to parent-child reading and its effects on the child’s achievement 
in literacy, I found several studies that focused on various aspects of home literacy 
experiences and also focused on the various outcomes during the school years.  After 
examining and analyzing the research conducted most recently, several areas of discussion 
were the following:  storybook exposure, parent teaching in the home, motivation to read, 
socioeconomic status, and the home literacy environment (HLE). 
Storybook Exposure 
Several studies (Sénéchal & LeFevre, 2002; Sénéchal, 2006; Sénéchal, Pagan, Lever, 
& Ouellette, 2008; Hood, Conlon, & Andrews, 2008) have shown that storybook exposure 
and shared reading at home during the preschool years are related to language 
development, but some studies have revealed that storybook exposure alone is not related 
to early literacy skills.  Parent teaching is related, however, to phoneme awareness in the 
emergent reader (Sénéchal, 2006).  Even though storybook reading and parent teaching 
both occur in the home, they have been found to be separate literacy experiences and 
uncorrelated (Sénéchal & LeFevre, 2002; Sénéchal, 2006).  This lack of relation suggests 
that while some parents who read to their children also tutor them in literacy skills, many 
others do not (Sénéchal, 2006).  Teachers must keep in mind that all students come to the 
classroom with different levels of literacy skills and different home experiences.  Teaching 
to each student’s needs while considering their home environment is important in order to 
individualize reading instruction. 
However, Kim (2009) showed home reading and parent teaching to be positively 
related although she states, “the discrepant results may be attributed to different measures 
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used for home reading” (p. 76).   The study was conducted in Korea and suggested that 
home literacy practices and children’s literacy acquisition may not have a causal 
relationship but rather a bidirectional one.  Children’s literacy achievement may influence 
the literacy activities that occur in the home (Kim, 2009).  When parents read to their 
children starting at a very young age, the goal is usually to expose the children to books and 
print and to enjoy the experience bonding with their child.  As children grow and learn, it 
may be apparent that additional parent teaching is required in order for the child to 
develop the basic print and book knowledge needed for school entry, and at this point, the 
parent may choose to provide those skills to their child. 
Bracken and Fischel (2008) found shared reading and parent-child reading 
interactions had a strong relationship with early literacy skills that involve print and book 
knowledge and story comprehension. Children who are read to at least three times a week 
were more likely to know the alphabet, read or pretend to read, and write their own name 
(Nord, Lennon, Liu, & Chandler, 2000), suggesting that it may not be the shared reading 
contributing to early literacy skills but the fact that homes where shared reading occurs are 
more likely to also include other literacy activities such as shared writing and parent 
teaching.  The present study focused on both storybook exposure and parent teaching 
together, as they were both occurring in the home where the case study was conducted. 
Evans, Bell, Mansell, and Shaw (2001) found that parent comments were aimed to 
enhance interest in the story and increase comprehension during shared reading when the 
goal was reading for pleasure.  Parent goals predicted the type of comments that were 
made during parent-child literacy interactions.  When the goal was parent teaching, 
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parents spent more time correcting and coaching students through miscues.  There is little 
evidence that the type of feedback given during reading is correlated with reading 
achievement.  What is important, however, is the instructional approach taken when 
students learn to read, whether that approach is taken at home or at school.  Meaning-
making strategies are far more effective than phonics-based strategies; students taught to 
read for meaning make less significant miscues, whereas students who read with decoding 
in mind make more miscues that alter the meaning of the text (Evans et al., 2001). 
Ntuli and Pretorius (2005) established that Zulu children entering school without 
any storybook exposure had a distinct disadvantage and tended to lag behind their 
classmates.  They looked at classroom books clumsily and sometimes upside-down and did 
not know how to participate in classroom literacy activities.  The preschoolers who did 
have previous exposure to storybooks in a literacy outreach program outperformed their 
grade 1 counterparts on all measures including story recall, free storytelling, and book 
behavior (Ntuli & Pretorius, 2005).  These findings support the current study’s thesis that 
storybook exposure contributes to concepts about print.   
Levy, Gong, Hessels, Evans, and Jared (2006) state that storybook listening at home 
does contribute to print knowledge but has little to do with reading development.  Ntuli 
and Pretorius (2005) support this in their claim that children with storybook exposure are 
more readily able to take advantage of school learning because they understand how to 
interact with books and how to behave during teacher-led literacy activities.  Similarly, 
Stainthrop and Hughes (2000) found that parents of children who learned to read before 
formal schooling began did not have significantly different family literacy practices than 
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parents whose children were non-readers upon school entry.  This finding suggests that 
parent-child shared reading in the home may very well be necessary for children to be able 
to flourish in school, without any type of explicit teaching, it is not enough to enable all 
children to become early readers. 
Parent Teaching 
 While storybook exposure is an important aspect of the home literacy environment, 
parent teaching also plays a significant role in the development of early literacy skills.  
Parent teaching does not always occur in the home nor does it always occur in conjunction 
with shared reading.  Sénéchal and LeFevre (2002) found that “experiences that included 
more formal interactions with print, such as teaching about reading, were associated with 
the development of emergent literacy” (p. 455).  Interestingly, storybook reading was 
associated with receptive language (Sénéchal & LeFevre, 2002; Sénéchal, 2006; Sénéchal et 
al., 2008; Hood et al., 2008), but receptive language skills and emergent literacy skills were 
not directly related.  Receptive language and emergent literacy skills, however, are 
connected through each being linked to phonological awareness (Sénéchal & LeFevre, 
2002). 
In contrast, the results of Kim’s (2009) study showed that children whose parents 
taught them about reading at home had lower scores in phonological awareness, 
vocabulary, and reading skills in Korean.  Previous results were obtained with English- or 
French-speaking children (Sénéchal & LeFevre, 2002; Sénéchal, 2006; Levy et al., 2006; 
Hood et al., 2008).  Kim (2009) suggests that these results do not indicate that parent 
teaching has a negative effect on children’s literacy acquisition, but that parents recognize 
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when their children are struggling and therefore decide to engage in explicit teaching of 
reading at home.  It was also indicated that in Korean culture, parents view the teaching of 
literacy skills to be the responsibility of the school and do not generally engage in teaching 
at home unless a need is recognized (Kim, 2009).  Recent studies   (Kim, 2009; Strasser & 
Lissi, 2009) suggest that a cultural model of the home literacy environment should be 
created to account for the discrepant results of studies conducted in other countries than 
the United States. 
 Kirby and Hogan (2008) found that direct teaching of reading skills was the greatest 
predictor of successful readers in grade 1.  Haney and Hill (2004) also found that parent 
teaching had a positive effect on all areas of literacy development including the following:  
vocabulary, beginning reading skills, and concepts about print.  The teaching of writing at 
home was linked to student alphabet knowledge and decoding which supports the theory 
that writing facilitates reading (Haney & Hill, 2004) and that joint writing may be better 
than reading to promote alphabetic knowedge and phonological learning in preschool 
children (Hindman, Connor, Jewkes, & Morrison, 2008). 
The frequency and amount of time spent reading to the child was found to have a 
weak effect on future literacy outcomes and was not unique (Kirby & Hogan, 2008).  That is 
not to say that shared reading is not a valuable experience, but done in isolation does not 
provide the early literacy skills needed to be a successful reader (Kirby & Hogan, 2008).  
This result supports more broad findings that the overall home literacy environment (as 
assessed by the HOME survey) was the greatest predictor of child language and literacy 
outcomes (Britto & Brooks-Gunn, 2001; Roberts, Jurgens, & Burchinal, 2005; van Steensel, 
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2006).  Looking at the overall home literacy environment takes into account many other 
factors besides parent-child shared reading.  It can include the following:  frequency of 
visits to the library, parental education level and/or IQ, parental literacy activities and 
beliefs, household socioeconomic status, and the number of and type of reading material 
available in the home.  Separately, each factor is not a strong enough influence to predict 
future literacy achievement, but all of those factors together do influence children’s 
language and literacy development (Britto & Brooks-Gunn, 2001; Wood, 2002; Roberts et 
al., 2005; van Steensel, 2006; Korat et al., 2007; Kirby & Hogan, 2008). 
Contrary to similar studies, Evans et al. (2004) found that frequency of shared 
reading did correlate with how often parents involved their children in coaching activities 
around print knowledge.  The more often parents involved their children in shared reading, 
the higher probability that they would draw the child’s attention to the print.  According to 
a widely cited study conducted by Evans and Saint-Aubin (2005), “when young children are 
being read to, their visual attention is not on the printed text” (p. 918).  Children tended to 
focus their attention to the illustrations, regardless of print and picture orientation.  This 
focus seems to be initiated very early on by parents, usually mothers.  Mothers tended to 
point to the pictures in books, label them, and ask their children to name them.  This 
practice serves to hold children’s attention while reading and helps to teach vocabulary, 
but may also teach a child that illustrations are the main focus of books (Evans & Saint-
Aubin, 2005).  As children reach preschool and kindergarten age, some parents shift the 
focus of reading from the pictures to the printed words by pointing while reading or asking 
the child to point to letters and words they know.  This age is also around the time a 
parents introduce shared writing and practice forming letters.  All of these literacy-related 
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activities are considered parent teaching and have some effect on children’s reading 
achievement (Sénéchal & LeFevre, 2002; Haney & Hill, 2004; Levy et al., 2006; Sénéchal, 
2006, Hood et al., 2008; Kirby & Hogan, 2008; Neumann, Hood, & Neumann, 2009). 
Motivation to Read 
 Parent teaching and storybook exposure can have a significant impact on early 
literacy skills, but another aspect of reading that can be greatly influenced by the home 
literacy environment is motivation to read.  In any aspect of literacy, motivation is key to 
student success.  Shared reading with a parent can be an enjoyable and relaxing experience 
and improve family bonding (Sénéchal et al., 2008) or it can be a skill and drill session that 
discourages a child from wanting to read for pleasure. Storybook reading itself was not a 
shown to be a predictor of motivation to read, but using skills books during shared reading 
was a predictor of lower motivation scores (Baker & Scher, 2002).  Baker and Scher (2002) 
state that it is not the frequency of shared reading that leads to increased motivation to 
read but how the shared reading occurs.  It is important what parents say or do while the 
shared reading occurs, rather than the amount of books in the home or number of days per 
week a child is read to.  An interesting outcome of the study was the finding that correlated 
students who participate in shared reading using skills books with households who do not 
provide opportunities for shared storybook reading to occur as a source of pleasure and 
enjoyment.  In these particular households, shared storybook reading did not occur or 
occurred with an older sibling, but not the parent.  These types of interactions are far less 
likely to influence a child’s motivation to read than parent-child interactions with 
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storybooks.  Also, students who read skills books at home were more likely to feel they 
were not competent readers leading to lower motivation (Baker & Scher, 2002). 
 Bracken and Fischel (2008) have determined there to be a significant correlation 
between parent-child reading interaction and motivation to read.  They go one step further 
and have linked reading interest with letter knowledge, though this is a skill normally 
linked with explicit teaching.  This finding perhaps suggests that a child’s reading interest 
allows them to be open to parent teaching as well (Bracken & Fischel, 2008). 
When parents view shared reading as a source of entertainment and enjoyable for 
everyone involved, their children “scored higher on the enjoyment, value, and competence 
subscales of the motivation questionnaire and on the questionnaire as a whole” (Baker & 
Scher, 2002, p. 262).  Parent education was also a significant predictor of children’s interest 
in reading and the amount of time families spent reading together (van Steensel, 2006; 
Bracken & Fischel, 2008).  Additionally, parent education predicted literacy outcomes in 
the child including receptive vocabulary, story and print concepts, and general emergent 
literacy skills (Bracken & Fischel, 2008). 
Parent perception of their child’s own motivation is linked with the child’s sense 
that they will be competent readers (Baker & Scher, 2002) and in conjunction with the 
home literacy environment significantly impacts children’s language skills (Storch & 
Whitehurst, 2001).  This leads to a higher confidence level and higher motivation to read of 
their own accord, creating a domino effect leading to the child reading more and therefore 
getting more practice and becoming a better reader.  The reverse is also true; when 
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children have low confidence and low motivation, they read less and do not get the 
required practice it takes to improve their reading ability (Stainthorp & Hughes, 2000). 
Socioeconomic Status 
Though storybook exposure and parent teaching can affect early literacy skills and 
motivation to read, socioeconomic status can also be a predictor.  Socioeconomic status 
(SES) has been the topic of many research studies (Baker & Scher, 2002; Roberts et al., 
2005; van Steensel, 2006; Bracken & Fischel, 2008; Strasser & Lissi, 2009) that have 
examined the frequency of reading in the home and its effects on reading achievement.  
Low SES does not always predict the frequency of home literacy activities (van Steensel, 
2006; Bracken & Fischel, 2008; Strasser & Lissi, 2009).  There is a wide range of literacy 
activities happening in low-income households (Bracken & Fischel, 2008).  SES also does 
not predict motivation to read in the lower grades (Baker & Scher, 2002).  It seems a better 
measure for predicting future literacy outcomes is a more global view of the HLE, including 
the type of literacy practices that occur in the home (Roberts et al., 2005; van Steensel, 
2006).     
Several studies (van Steensel, 2006; Korat, Klein, & Segal-Drori, 2007; Kirby & 
Hogan, 2008) have linked socioeconomic status to the level of parental mediation during 
home literacy experiences.  Mediation is generally referred to the nature of the parental 
conversation during reading and to which level the parent takes the experience.  Some 
parents ask deep, probing questions that require children to go beyond the text; this would 
be considered a high level of mediation (Korat et al., 2007).  Lower SES parents focused 
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more on letter- and word-related literacy activities rather than reading comprehension and 
story enjoyment (Strasser & Lissi, 2009). 
Although higher SES parents tended to frequent the library more often and 
participate in shared reading on a more regular basis, this finding does not account for all 
the differences in children’s reading achievement (Stainthorp & Hughes, 2000).  Being of 
low SES and having a lower education does not fully explain why some parents do not 
engage their children in shared reading at home (van Steensel, 2006).  Library visits do not 
only give data about the frequency of trips to check out books but also show that the 
families value the library as an important and interesting place to go.  Families who spend 
time at the library are exposing their children to a broader culture of literacy (Stainthorp & 
Hughes, 2000).  Strasser and Lissi (2009) found that Chilean adults reported a lack of 
interest in reading for pleasure and did not view reading as a source of entertainment, 
therefore they did not value reading as an activity to involve their children in at home.  
Therefore, cultural and/or personal beliefs and values may play a stronger role than SES in 
the frequency of family literacy activities. 
The important point to consider when using SES as a predictor of a child’s future 
literacy success rather than the family literacy practices is which finding can help families 
more?  Family literacy practices were found to be slightly more successful at predicting 
good and poor readers than SES. Further study into which literacy practices help children 
develop early literacy skills would be beneficial in suggesting ways for families to engage 
their children in those best practices (Kirby & Hogan, 2008). 
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The Home Literacy Environment (HLE) 
Although socioeconomic status can be a predictor of success in school and 
motivation to read, the home literacy environment itself is an important area to examine.  
Several factors make up the home literacy environment including storybook reading, 
library visits, parental reading behaviors and parental education.  These factors influence 
preschool children’s language and literacy development in several significant ways.  One of 
those ways is on children’s receptive and expressive vocabulary development. The home 
literacy environment (HLE) has been related to receptive and expressive vocabulary 
development in preschool and kindergarten age children in several studies (Haney & Hill, 
2004; Roberts et al., 2005; van Steensel, 2006; Sénéchal et al., 2008).  HLE, along with 
parental expectations and parental literacy characteristics, were all found to be strong and 
significant influences on preschool children’s vocabulary skills (Storch & Whitehurst, 
2001).  This result only holds true for the development of language skills that are necessary 
for reading during the preschool years.  Receptive vocabulary plays little role in the 
development of emergent literacy skills in grades 1 and 2 (Evans, Shaw, & Bell, 2000). 
Van Steensel (2006) found that the home literacy environment was only related to 
vocabulary if the parents and/or siblings in the home engaged in literacy activities 
frequently.  It is believed that those parents and/or siblings possessed a greater 
vocabulary, which contributed to the vocabulary development of the preschool child. 
Bracken and Fischel (2008) reported that parents’ education was a significant predictor of 
children’s receptive vocabulary, among other literacy skills.  These results support the 
findings of numerous studies relating vocabulary to HLE (Storch & Whitehurst, 2001; 
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Sénéchal & LeFevre, 2002; Haney & Hill, 2004; Sénéchal, 2006; Bracken & Fischel, 2008; 
Hood et al., 2008; Sénéchal et al., 2008). 
Another way in which the HLE influences children’s language and literacy 
development is the attitudes and beliefs children develop about literacy.  In homes that 
value literacy and education, parents create a culture of literacy with their behaviors and 
beliefs.  In many studies (Baker & Scher, 2002; Roberts et al., 2005; Korat et al., 2007; Kirby 
& Hogan, 2008; Sénéchal et al., 2008; Skibbe et al., 2008), the parent who spent the most 
time engaged in literacy activities and the parent who participated in the study with the 
child was the mother.  Mothers’ literacy activities and beliefs “were associated with 
children’s print knowledge” (Skibbe, Justice, Zucker, & McGinty, 2008, p. 80).  When 
mothers participated in literacy activities themselves and believed literacy to be an 
important aspect of their child’s development, they tended to spend time at home working 
with their child or reading with their child for pleasure.  The opposite is also true and 
mothers’ literacy beliefs may also prevent them from engaging in literacy activities at home 
(Skibbe et al., 2008; Strasser & Lissi, 2009).   
 Roberts et al. (2005) linked maternal sensitivity to children’s level of receptive 
vocabulary at age 3 and kindergarten entry.   He states, 
A sensitive, responsive, and supportive style by mothers during book 
reading and other literacy related activities is thought to support 
positive mother-child interactions, provide a child with the 
encouragement and motivation to participate in literacy-related 
interactions, and support language and cognitive development (p. 347). 
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Neumann et al. (2009) suggest that a quality parent-child relationship predicted 
future literacy outcomes.  During literacy experiences, the parent must be patient, 
attentive, and nurturing towards the child as well as capture their attention.  When 
mothers do not provide adequate emotional support during a literacy activity, the child is 
less likely to become engaged in the reading (Stainthrop & Hughes, 2000; Britto & Brooks-
Gunn, 2001; Skibbe et al., 2008).  This emotional support creates a “learning climate” in the 
home where the child can readily acquire the language skills and behaviors needed to be 
ready for formal schooling (Britto & Brooks-Gunn, 2001, p. 75).   
All of this literature suggests that not all home literacy experiences affect children’s 
early literacy skills and motivation in the same way.  Each child’s home literacy 
environment and the literacy experiences they share with their family are unique and affect 
their development in a unique way.  In the current study, one family’s home literacy 




 The research for this study will be conducted in one family’s home.  The participants 
will be Jillian, the mother, and Tessa, her daughter (all names have been changed).  Tessa’s 
family lives in a quiet suburb in western New York.  The town contains over 5000 
households, the majority of which are family households.  Most families are white collar 
and about 30% of the total population has earned a college degree.  Tessa’s father and 
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younger sister make up the rest of her family.  The family’s socioeconomic status is 
considered to be middle class and both parents work out of the home full-time.   
Participants 
 Tessa is five years and two months old and just started kindergarten in September.  
Her mother is Caucasian, and her father is African-American. Tessa is an average, energetic 
child who enjoys dancing, shopping for clothes, reading, playing with her friends, and 
helping out in the kitchen.  At home, Tessa spends her time engaged in quiet activities such 
as reading and drawing as well as active hobbies such as riding her bike, playing in the 
yard, and dancing.  She is currently attending a private Catholic school near her home.  Her 
mother states that in school, Tessa is a well-rounded student.  She enjoys the variety of 
learning situations that occur in the classroom including:  working independently, working 
in groups, and participating in whole group learning using the Smartboard.  She is able to 
focus well when required and can be a perfectionist at times.  She is above grade level in all 
subject areas, according to her teacher, and is reading at a Fountas & Pinnell level B, which 
is also above grade level.     
 Jillian is thirty-three years old and is a Caucasian female.  She teaches third grade at 
a nearby school and has been a teacher for ten years.  In her spare time, she enjoys being 
with friends and family, cooking, walking, swimming, and reading for pleasure.   
 The family spends a lot of time together, especially on the weekends.  They enjoy 
going places together and creating special memories whenever possible.  Jillian tries to 
make sure the family eats dinner together as frequently as possible and reads stories at 
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night before bed.  They are very involved with their extended family as well and have large 
family dinners on a weekly basis. 
Researcher Stance 
 As a researcher, I worked with Tessa one on one administering all the assessments 
and conducted the interview with Jillian privately.  I was a privileged, active observer 
during our sessions. Mills (2011) defines a participant observer as a researcher who is 
genuinely participating in the activity being studied.  While I was administering the 
assessments or interview questions, I was also taking field notes on the participant’s 
reactions and mannerisms throughout the sessions.  I also wrote in my field journal after 
each session, recording my thoughts on how I administered each assessment and 
interview.  This gives me additional data to analyze besides the assessment data and 
interview answers.  It also reveals any biases I may have in order to maintain transparency. 
I am currently a graduate student at St. John Fisher College.  I am working towards a 
Master’s degree in Literacy and currently hold a Bachelor’s degree in Psychology.  
Currently I hold Teacher Certification in Childhood 1-6 as well as Early Childhood Birth-2.   
Method 
 During this study, I conducted several assessments with Tessa as well as 
interviewed Jillian and administered two questionnaires.  My study focuses on the effects of 
the home literacy environment on three separate literacy measures at the kindergarten 
level.  Assessments in concepts about print knowledge, phonological awareness, and 
alphabet knowledge were utilized with Tessa.  I observed her behaviors during the test 
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administration as well as collected the results of the assessments for analysis.  Tessa and I 
had three sessions together that lasted approximately thirty minutes each.  During each 
session, one assessment was given so that she did not feel overwhelmed.  In order to 
determine the scope of the home literacy environment, I conducted one interview (see 
Appendix A) with Jillian about the types of literacy activities that Tessa has been engaged in 
from birth up until school entry including:  shared reading, library visits, parent teaching, 
educational toys in the home (such as alphabet blocks), and shared writing.  I was also 
interested in what types of reading materials are available in the home and how many are 
available for Tessa.  In addition to interviews, I administered the Children’s Book Title 
Checklist (See Appendix B) and the Children’s Book Author Checklist (See Appendix B) to 
Jillian to gain further knowledge about the types of books Tessa has been exposed to. 
 For the Concepts About Print assessment (Clay, 2000) (see Appendix C), I followed 
the standard procedure and script for administering this assessment.  Each correct answer 
is worth one point.  I read the story Follow Me, Moon by Marie Clay (2000) aloud to Tessa 
and periodically asked her for help with the story.  I began by handing the book to Tessa 
with the spine facing her and asked, “Can you show me the cover of the book?”  I opened 
the book to the first page and said, ““I’ll read this story. You help me. Show me where to 
start reading. Where do I begin to read?”  I looked for Tessa to point to the print and not the 
picture.  Over the course of the reading, I asked one or two questions per page.  Each set of 
pages assesses a different print skill including:  directional movement of print, punctuation, 
one-to-one matching, line sequencing, and letter order.  The child receives 1 point for each 
correct answer with a total possible score of 20. 
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 To assess phonological awareness, I used the TOPA-2+ assessment (Test of 
Phonological Awareness, Second Edition, 2004) (See Appendix D).  The TOPA-2+ is a norm-
referenced test to assess phonological awareness in children ages 5 through 8.  I used the 
TOPA-2+ Kindergarten version to assess Tessa.  I followed the standard procedure for 
administering this assessment.  The kindergarten version of the TOPA-2+ uses two item 
types to assess phonological awareness.  The first item type is the Initial Sound-Same test 
with ten items.  Tessa must choose which word, out of three choices, has the same initial 
sound as the target word.  The second item type is the Initial Sound-Different test with ten 
items.  The child must choose out of four words which word has a different initial sound 
from the other three.  The last section of the assessment is the Letter Sounds subtest with 
fifteen items.  Tessa will have to choose which letter, out of four choices, corresponds to a 
specific phoneme.  The scores for each section are the number of correct answers. 
 To collect data on Tessa’s alphabet knowledge, I used a portion of the Woodcock 
Reading Mastery Test (Woodcock, 1987) (See Appendix E).  This is a norm-referenced 
standardized test and I followed the written procedure for administering this test.  For my 
research, I only administered the Letter Identification section of the test, which assesses 
alphabet knowledge and letter recognition in different fonts as well as knowledge of letter 
sounds.  Tessa will be shown a card with a letter either in upper or lowercase and in a 
variety of fonts.  She will be asked to identify the letter shown on the card.  She will also be 
required to state the name of each letter on the card and produce the sound that the letter 
makes.  Each correct response is worth one point. 
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 The interview with Jillian was conducted in person and audio taped and transcribed.  
I had prewritten questions to ask that were intended to gather information on the 
following topics:  types of literacy activities that occur in the home, types of literacy 
activities that occur outside the home but with the family, the types of literacy materials 
available in the home, the number and type of books in the home. 
 The questionnaires I administered to Jillian were the Children’s Book Title Checklist 
and the Children’s Book Author Checklist (Sénéchal et al., 2008; Sénéchal & LeFevre, 2002).  
These checklists were administered on paper during the first session I had with Tessa.  The 
lists are used to assess the parent’s familiarity with popular children’s books and authors.  
Each list contains 40 items and 20 foils; Jillian will be informed that there are foils present 
before she completes the checklist.  A score is obtained by subtracting the proportion of 
wrongly marked foils from the proportion of correctly marked items (Sénéchal et al., 2008).   
Quality and Credibility of Research 
 In order to ensure trustworthiness of the study I addressed the following criteria for 
action research:  credibility, transferability, dependability, and confirmablity (Mills, 2011). 
Mills (2011) defines credibility as the researcher’s ability to “take into account the 
complexities that present themselves in a study and to deal with patterns that are not 
easily explained” (p. 104).  There are several ways which I met the criteria for credibility.  
First, I engaged in prolonged participation at the study site by meeting with Tessa and 
Jillian three separate times.  I also be utilized a critical colleague to do peer debriefing and 
reflection.  Another way I ensured credibility is to practice triangulation.  I collected data 
from questionnaires, interviews, assessments, and observation.  These four sources 
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provided a variety of data to analyze and interpret.  The artifacts I  collected include:  
assessment testing sheets, assessment scoring sheets, and transcriptions from interviews.  
Finally, I established structured corroboration and referential adequacy to ensure there 
were no internal contradictions and that analyses and interpretations were tested against 
the artifacts collected (Mills, 2011). 
 To ensure transferability of the research, I have given explicit details of the setting 
in order for the reader to understand the context of the study.  Mills (2011) defines 
transferability as the researcher’s beliefs that the data collection and interpretation is all 
context-bound and cannot be generalized to a larger population.  I also provided detailed 
descriptive data so that those who read this study can determine if the results could 
possibly transfer to similar contexts (Mills, 2011). 
 The concept of dependability is defined by Mills (2011) as the stability of the data 
collected in the study.  I used overlap methods by including assessment data from Tessa as 
well as data collected from her mother.  I also audiotaped each session as well as took field 
notes to compare data collected from each source.  I also kept a field journal of each session 
in order to establish an audit trial of the data collection to further ensure the dependability 
of the data. 
 Lastly, to ensure the validity of the study confirmability must be achieved.  To have 
confirmability of the data there must be a neutrality or objectivity of the data collected 
(Mills, 2011).  Practicing triangulation, as discussed above, is one step to achieving 
confirmability.  Another way I have ensured confirmability is by practicing reflexivity by 
keeping a field journal after each data collection session.  In the journal I have recorded any 
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thoughts that may cause me to present the findings in a particular way.  Being aware of any 
biases or assumptions that I hold has allowed me to demonstrate transparency as well 
(Mills, 2011). 
Informed Consent and Protecting the Rights of the Participants 
 Before conducting any research it is crucial to obtain consent from all participants 
and protect the rights of those participants.  In order to interview Jillian, I have asked her 
first to sign a consent form explaining the study and asking for permission to include data 
obtained from our interviews.  I explained to Tessa the purpose of the study and her role, 
asked for and received her verbal assent.  I also had her mother sign a consent form for 
Tessa to participate explaining the study and its purpose.  In addition, I have explained to 
Tessa’s mother that all names are changed to ensure anonymity and identifying marks 
were removed from all artifacts.  I have assured Jillian that in the final study, all names will 
be replaced with pseudonyms and confidentiality is guaranteed. 
Data Collection 
 In order to collect sufficient data, I utilized several tools.  First, during my 
assessments with Tessa I was an active observer paying attention to the ways she 
interacted with books and print.  I observed her behaviors during each assessment and 
took field notes to analyze later.  All verbal assessments were audio taped for accuracy.  
Artifacts collected included all testing and scoring sheets from the written assessments.  
Data collected from the mother are in the form of one initial interview, one follow-up 
interview and two questionnaires, also referred to as checklists.   
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Data Analysis 
 After the data was collected, I began coding the interview by reading it through 
several times and assigning codes to each answer.  I then listed all the codes and recorded 
the page number where each statement could be found.  When all the codes had been 
grouped together, I decided on themes that described each group of codes.  When scoring 
each assessment, I consulted the teacher’s manual for each test and scored according to the 
standard scoring procedure.  The checklists were also scored according to the procedure 
determined by the creator.  I also used the data from my field notes in the discussion of my 
findings. 
Findings and Discussion 
 After analyzing the parent interview and the student assessment results, I was able 
to identify three themes to help explain my findings.  The themes were the following:  the 
value of books in the home, parent teaching of literacy skills, and the involvement of the 
family in literacy activities.  These themes were related to the student assessment results 
that are discussed later in this section.  The findings of this study showed that parental 
involvement and attitudes about literacy help shape the literacy development of the child, 
especially literacy skills that are critical for success in school.  The themes I will be 
discussing provide a deeper understanding into the ways a parent influences their child’s 
literacy acquisition during the years before school entry. 
The Value of Books in the Home 
 The first theme that emerged from the data was the value of books in the home.  
During the personal interview with Jillian (October 28, 2010), she expressed over and over 
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again how important books were in her home.  She stated that, “Right from the beginning, 
books were always around [Tessa].  Even as a shower gift…everyone brought a book.  So 
she had a whole library before she was even born.”   This statement reflects Jillian’s 
attitude that books are valuable to have in the home and that children should be exposed to 
books from birth.  Having books readily available begins the process of creating a culture of 
literacy in the home that the child can grow up in.  Storybook exposure has been related to 
language development in children (Sénéchal & LeFevre, 2002; Sénéchal, 2006; Sénéchal, 
Pagan, Lever, & Ouellette, 2008; Hood, Conlon, & Andrews, 2008) and also can be an 
enjoyable time for parents to share with their children.  Storybook exposure and parent-
child book interaction are key factors that contribute to early literacy skills, but alone are 
not enough to predict future literacy development (Britto & Brooks-Gunn, 2001; Wood, 
2002; Roberts et al., 2005; van Steensel, 2006; Korat et al., 2007; Kirby & Hogan, 2008). 
Jillian also discussed her family rituals of attending storytime at the local library or 
bookstore.  She has taken Tessa to pick out books since she was a toddler.  This practice has 
ingrained in Tessa that getting a book is a special event and that books are something to be 
sought after.  According to Jillian, when Tessa receives a book as a gift or is able to pick out 
her own book at the store she is very happy and will want to read it right away.   Through 
these practices and rituals, Jillian is creating family tradition as well as a love of reading in 
her child.  Attending storytime has not only instilled a love of reading in Tessa, it has also 
given her exposure to group situations where she was required to sit and listen for an 
extended period of time.  Jillian explained that Tessa demonstrated tremendous growth in 
attentiveness, interest in the stories being read, ability to sit still, and ability to interact 
with her peers from the age of two to four from attending the storytime sessions on a 
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regular basis.  Ntuli and Pretorius (2005) support this finding in their claim that children 
who are exposed to shared reading situations during their preschool years are more 
prepared to learn when they enter school because they are familiar with interactions with 
print and understand how to behave during teacher-led activities. 
Shared reading at home and attending storytime are both literacy activities that also 
support learning concepts about print.  Both activities involve an adult modeling reading 
for the child.  Some of the concepts about print that Tessa has mastered are:  where to 
locate the front of the book, where to start reading, which way to go, and the meaning of a 
stop mark (period).  She could have learned all of these concepts from shared reading with 
her mother and/or from attending storytime.  Bracken and Fischel (2008) also found that 
parent-child reading interactions were strongly related to concepts about print knowledge. 
Another activity that Tessa enjoys is working in workbooks at home.  When Tessa 
was around three years old, Jillian would take her to the store and they would always stop 
to look at the books.  Tessa asked about the workbooks because they had familiar 
characters on the cover and she thought they looked fun.  Jillian explained to her that they 
were books to practice letters or picture matching and Tessa decided that she would like to 
try one.  According to Jillian, they started working on a section of a page at a time and 
worked their way up to several pages at once over the course of a year.  Tessa’s mother 
never pushed her to complete the workbook pages, though.  Jillian stated, “I always made it 
about her idea.  She always really was the one that wanted to do it; letting her choose is 
huge” (personal interview, October 28, 2010).   This attitude made working in the books an 
enjoyable experience for both mother and daughter and encouraged Tessa to have fun 
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while learning.  Baker and Scher (2002) also found that when parents viewed literacy 
activities as entertainment and enjoyable for everyone, the children scored higher on the 
reading motivation scale. The workbook activities also introduced Tessa to some of the 
activities that she would encounter once she started school. 
Through observing Tessa during our sessions together, it was apparent that she 
took pride in her work and handled all the books and materials with care.  She wrote her 
name carefully and made sure that she marked her answers the correct way for each 
question on the assessment.  This behavior shows me that Tessa has a respect for books 
and learning materials, which correlates with her mother’s attitude and beliefs about books 
and learning.   
 The checklists that were administered to Jillian included the Children’s Author 
Checklist and the Children’s Book Title Checklist (Sénéchal et al., 2008; Sénéchal & LeFevre, 
2002).  The results are displayed in Table 1 below.  Jillian’s scores on these checklists 
indicate that she is familiar with roughly 30-40% of children’s authors and book titles 
contained within the checklists.  It is important to note that the checklists were originally 
used primarily in studies conducted in Canada and may not be entirely representative of 
the children’s literature available in the United States.  Taking that information into 
account, Sénéchal et al. (2008) found parents who read to their children frequently scored 
30% and 24% on the Children’s Book Title and Children’s Author checklists, respectively.  
Jillian scored higher than the mean results of both checklists, indicating that she is familiar 
with more than the average number of children’s books and authors for someone who 
reads to their child on a regular basis.  Jillian’s profession as a grade-school teacher may be 
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the reason why she is more familiar with children’s authors as she is constantly choosing 
books for her classroom and students. 
Table 1.  
Storybook Exposure Checklist Results 
 Correctly 
Identified 
Wrongly Identified Score 
Children’s Author 
Checklist 
14/40 1/20  30% 
Children’s Book 
Title Checklist 
15/40 0/20 37.5% 
 
Parent Teaching 
 A second theme that was identified during data analysis is parent teaching of 
literacy skills.  There are many activities that occur in the home that could be considered 
parent teaching.  Jillian described many literacy activities that Tessa engages in at home 
that would fall under this category.  As mentioned earlier, Tessa has had books around her 
since birth.  She has a wide variety of books at home including:  fantasy, realistic fiction, 
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non-fiction, and workbooks.  According to Jillian, she is enjoying reading age-appropriate 
non-fiction books about the human body for the past few months.   
Using these books or books from the library, Jillian reads with her daughter for 
enjoyment but also to teach her early literacy skills.  When Tessa was younger, shared 
reading time would consist of Jillian reading the story aloud and Tessa looking at and 
pointing to the pictures.  When Tessa was able to talk, Jillian would ask her comprehension 
questions to check for understanding of the oral reading.  Now that Tessa is in 
kindergarten, Jillian has begun to ask her higher-level thinking questions when they read.  
In their research, Evans and Saint-Aubin (2005) also found that mothers shift the focus of 
shared reading from the pictures to the print around the time children reach preschool and 
kindergarten age.  Jillian asks Tessa to make predictions, ask her own questions, or make 
inferences about the characters.  Jillian stated,  
I’ll ask her questions like I would ask my kids in third grade, so she’s getting that 
exposure.  Whereas if I wasn’t a teacher, I don’t know if I’d be asking those 
questions, I mean, those are all things I do with my kids at eight and nine years old 
and she’s gotten it right along, so now it’s just become what she knows (personal 
interview, October 28, 2010). 
 As a result of her teaching experience, Jillian has prepared her daughter for learning 
situations that she would encounter in school.  This preparation has given Tessa a distinct 
advantage in kindergarten.  Not only is her mother a teacher who works with her at home; 
her aunt is a first grade teacher and also finds opportunities for learning when she is able 
to spend time with Tessa.  All of these factors contributed to Tessa’s ability to acquire 
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literacy skills critical for success in kindergarten.  Bracken and Fischel (2008) have also 
found parent education to be a significant predictor of early literacy skills as well as 
knowledge of story and print concepts. 
 The workbooks mentioned earlier are another method of parent teaching in the 
home.  Jillian has taught Tessa how to complete the pages and worked with her on the 
books.  Now that Tessa is beginning to read on her own, she can read most of the directions 
and work on the pages independently.  The skills acquired from the books include, but are 
not limited to:  identifying and forming letters and numbers, matching a picture to the 
corresponding word, filling in the blank in a sentence, and matching a letter to a word that 
begins with that letter.  These activities promote the early literacy skills that this study is 
focused on:  phonological awareness, alphabet knowledge, and concepts about print.  
Haney and Hill (2004) also found that parent teaching of writing, as in the workbooks that 
Jillian uses, was linked to alphabet knowledge and decoding.   
 A third method of parent teaching is the use of alphabet blocks and flashcards.  
Jillian introduced Tessa to alphabet blocks around the age of one.  They would play with the 
blocks, stacking them and knocking them over, but also working to identify the letters and 
pictures on the blocks.  When Tessa was around two years old, Jillian started showing her 
flashcards with a picture on one side and the corresponding word and beginning letter on 
the back.  She would show her daughter the pictures several times a week and ask Tessa to 
identify what was on the card.  When Tessa said the word, Jillian would flip the card over 
and show her the word while repeating it.  Now that Tessa is a beginning reader, Jillian asks 
her to read the word first and then they check her answer by flipping the card over and 
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looking at the picture.  These activities promote alphabet knowledge, sight word 
recognition, and the ability to identify the beginning letter of a word.   
 A fourth activity that Jillian engaged Tessa in is going to the website, Starfall 
(www.starfall.com) and watching the videos on letter sounds.  The website is interactive 
and designed for preschool to school-age children.  The section Jillian referred to lets 
children click on a letter of the alphabet and hear the name, the sound it makes, and hear 
the letter in several words with corresponding pictures.  The use of the site may have 
contributed to Tessa’s superior knowledge of letter sounds as shown on the TOPA-2+ 
assessment (see Table 2).  Kirby and Hogan (2004) found that direct teaching of early 
literacy skills was the biggest predictor of success in grade 1.  Their findings can be related 
to the current study in that Jillian used the website, Starfall, as a way of explicitly teaching 
the letters of the alphabet and letter sounds to her daughter. 
 The table below (Table 2) shows Tessa’s assessment results from our sessions 
together.  The results show that Tessa is performing at an average to above average level 
for her age and grade level in all areas tested.  Tessa’s high scores may be attributed to her 
immersion in literacy activities at home as well as time spent engaged in formal literacy 
learning led by her mother. Sénéchal and LeFevre (2002) also found that formal 
interactions with print during parent teaching were associated with emergent literacy 
development.   In letter sounds, Tessa excelled scoring alongside eight year olds in the 
normative group.  The results from the TOPA-2+ and the WRMT-R can be related to the 
many literacy activities that occur in Tessa’s home including:  working in workbooks, 
practicing letter-word flashcards, and using the Starfall website as these activities directly 
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relate to the questions on the assessments.  These activities have focused on learning to 
recognize letters in upper and lowercase form as well as identifying the beginning letter of 
a word and its sound.  
Table 2. 
Student Assessment Results 
Assessment Raw Score Stanine Group Grade Equivalent 
Concepts About 
Print 
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Family Involvement in Literacy Activities 
 The final theme identified during data analysis was the involvement of the family in 
literacy activities.  Jillian is not the only family member that engages Tessa in literacy 
activities.  She stated, “Having my sister as a teacher was great too because she babysat 
[Tessa] when she was getting her Master’s, so she would do all kinds of things with the 
alphabet, flashcard recognition, and Starfall.com” (personal interview, October 28, 2010).  
Jillian’s sister also advises her on activities that she can do with Tessa to prepare her for the 
first grade.   
 Tessa also spends a lot of time with her maternal and paternal grandparents.  Every 
Sunday Jillian takes her family to her in-law’s home for a family dinner.  Tessa looks 
forward to Sundays at her grandparents’ house where she can read the Sunday comics.  She 
also loves the time spent with her maternal grandparents going to the library and choosing 
books.  Both sides of the family are involved in their grandchildren’s lives and support the 
parents in their decision to make literacy a large part of their everyday lives.   
 At home, Tessa sees her mother correcting papers or writing lesson plans for school.  
She has always been interested in what her mother does with her third graders and what 
kind of work the students are doing in the classroom.  Skibbe et al. (2008) have specifically 
linked mothers’ literacy activities and beliefs with children’s print knowledge.  Tessa also 
sees her father reading business books for work and for pleasure.  They also play games as 
a family; one of Tessa’s favorites is Sight Word Bingo from Scholastic.  The games bring the 
family together while practicing skills that Tessa needs as a beginning reader.  All of these 
activities create a culture of literacy in the home that supports Tessa’s development. 
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 Many studies conducted on parent teaching and shared reading in the home 
involved the mother as the dominant parent in the role of teacher (Baker & Scher, 2002; 
Roberts et al., 2005; Korat et al., 2007; Kirby & Hogan, 2008; Sénéchal et al., 2008; Skibbe et 
al., 2008), but in Jillian’s home, Tessa’s father is also very much involved as well as both 
sides of the extended family.  His involvement could also be a contributing factor to Tessa’s 
marked success in acquiring kindergarten literacy skills.   
 Jillian and Tessa were very cooperative during the study.  Jillian was open and 
honest with her answers and provided details about her home life that contributed to this 
study.  Tessa put forth genuine effort on the assessments she was given and showed 
enthusiasm for the research process.  The types of correlations seen in the current findings 
mirrored what much of the previous research has found. 
Implications and Conclusions 
Upon completion of my research study, the study participants demonstrated that 
creating a culture of literacy in the home along with parent teaching of early literacy skills 
prepares the child for success in kindergarten.  The findings of this study are useful to 
teachers and parents alike; children who grow up surrounded by literacy and are 
supported in their learning at home are given a strong foundation to build on when they 
begin school.   There are several implications to the findings of this study based on the 
themes that emerged during data analysis. 
First, parents teach their children the value of books in the home.  In this study, the 
child was exposed to books from birth.  She was read to, attended storytime, chose her own 
books at the store and library, and was encouraged to read herself.  As a result of these 
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activities, Tessa has developed a love of reading.  She has been taught that books are 
valuable to have and should be treated with care.  Tessa’s parents, through their actions 
and interactions with books, have instilled these values in their daughter.  Creating these 
values is not something that children can easily achieve on their own.  When students enter 
school with a disregard for the importance of reading and have no understanding of the 
value of books, it can be difficult to encourage them to read for pleasure or even for 
information.  Teachers must then find books that will engage these students and hopefully 
help them start to enjoy reading.  Teachers of all grades can help parents understand how 
to model literacy behaviors at home and teach their children the value of literature by 
visiting the bookstore and library on a regular basis.  Children should be encouraged to 
explore all genres of literature and discover new books and authors.  Bracken and Fischel 
(2008) suggested that the practice of shared reading had a strong correlation with story 
comprehension and knowledge about print.  As a teacher, I would give parents suggestions 
of activities they can do at home with their children to help support the literacy learning in 
school.  By giving parents ideas, teaching literacy at home can become less intimidating for 
parents who are unsure of how to help their children become better readers. 
Second, parent teaching is connected to emergent literacy skills.  Jillian is a teacher, 
so it is natural for her to teach her daughter at home.  With her teaching experience, she is 
aware of the skills that Tessa needs in order to be successful in school.  Although she is 
aware of the third grade curriculum, Jillian relies on Tessa’s kindergarten teacher for more 
ideas on activities that are appropriate for her daughter’s developmental level and that 
correlate to what Tessa is learning in school.  Parents do not have to be formally trained as 
a teacher to expose their children to literacy activities at home.  Educational toys are a fun 
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and easy way to start children on the path to reading.  Alphabet blocks and foam letters 
expose infants and children to the concept of letters containing meaning.  Holding up a 
foam letter and telling the child its name is a simple way to begin teaching alphabet 
knowledge at a very young age.  Parents can demonstrate the letter sound and encourage 
phonological awareness as well.  Concepts about print knowledge are gained when children 
sit with their parents and watch them interact with books.  Opening the book, turning the 
page, and pointing to the words while reading are all uncomplicated ways to expose 
children to knowledge necessary for learning to read.  Teachers, especially preschool or 
daycare teachers, can help educate parents on the importance of exposing children to the 
alphabet, numbers, and books before they enter school.  Students who have some 
knowledge of these concepts will more readily take advantage of more advanced concepts 
once they begin formal schooling (Ntuli & Pretorius, 2005). 
Lastly, family involvement extends literacy learning in early childhood.  Tessa’s 
immediate and extended family are all very involved in her development by participating in 
literacy activities at home.  Tessa is exposed to several different kinds of literacy activities 
with many different family members including her grandparents and her aunt.  As a result, 
Tessa spends more time reading and interacting with books.  Evans et al. (2004) found that 
the more time children spent engaged in shared reading, the higher the chance that during 
that time their focus will be shifted away from the pictures and onto the printed words.   
These opportunities allow the child to learn about letters and words.  Parents can 
encourage their family members to model literacy behaviors for their children as well.  
Reading the newspaper and sharing it with a child is an easy way to bring literacy into the 
home.  Grandparents, aunts and uncles can take the child to the library to check out books 
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and engage in shared reading.  If extended family is not available to spend time with the 
child and daycare is required, the daycare should be carefully selected to mirror the 
parents’ beliefs about literacy and social learning.  A daycare that is educationally-based, 
rather than play-based, can give the child more opportunities to learn the emergent literacy 
skills that will help the child be successful upon school entry.  Every mother and father 
should put into place a support system of family or friends that can help in raising the child 
with the values and beliefs that are important to the parents.  As previously mentioned, 
there are ways to accomplish these goals even if extended family is not around.   
There were certain limitations to this research study.  The timeframe in which the 
research to be completed was only a few weeks.  I would have liked to follow Tessa’s 
progress throughout the entire school year and assess her progress along the way.  In that 
extended time, I could have also conducted home visits and observed the interactions 
between Tessa and her mother during literacy activities and shared reading time.  The 
amount of participants was not a limitation to the research, but in future research I would 
like to include more families to be able to observe different family practices of literacy 
activities, as each family is unique.  Having a wider range of participants in the future may 
show correlations with the current study’s findings. 
There were questions that arose during this study that could be the basis for future 
research.  Thinking about the opposite end of the spectrum from what I observed, I started 
to wonder, why do some parents choose not to incorporate parent teaching of literacy skills 
into their family’s practices?  Is it a lack of knowledge about the importance of literacy at 
home or do they need guidance choosing appropriate activities to engage their children in?  
The answers to these questions could be the starting point for early intervention to help 
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more children come to school with basic alphabet and book knowledge.  At the present 
time, most of the kindergarten year is focused on teaching students the most very basic 
literacy skills, including the letters of the alphabet.  There are students who start 
kindergarten with alphabet letter and sound knowledge and can become bored or restless 
during instruction.  Unless the teacher is vigilant in providing differentiated instruction and 
offering enrichment activities for those students functioning at the first grade level and 
beyond, those students may develop a negative attitude towards school.  Encouraging 
parents to teach their children the alphabet and the basic components of a book can help all 
students feel successful when they enter school by giving them background knowledge to 
build on.  Every child deserves a strong foundation and a chance to develop their literacy 
skills to become a successful reader.   
In the future, I will use the findings from this research both as a mother with a 
preschooler and as a teacher of elementary school students in order to ensure that I am 
doing everything I can to provide that foundation for them at any age.  I hope that the 
findings from this study will make me a better mother, preparing my daughter for school 
by teaching her the alphabet, letter sounds, and how to read a book.  That way she has 
every tool possible to succeed.  As a teacher, I can make sure that my students have the 
necessary skills to become better readers and writers and also instill in them a love of 
reading.  It is never too late to discover the wonder of books and every child should have 
the chance to fall in love with reading.    
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Appendix A 
Interview Questions 
1. Tell me about your childhood; what role did literacy play in your house? 
 
2. Now that you are a mother, how does that affect how you interact with books with your 
daughter? 
 
3. What role does the library play in your lives?   
 
4. What does a shared reading experience look like between you and your daughter? 
 
5. What happens if she’s reading and makes a mistake?  How do you handle that? 
 
6. How would you categorize the types of books you have in your home? 
 
7. How do you think being a teacher influences what you do with her, as far as reading and 
writing? 
 









Children's Book Title Checklist 
Please circle any children's book titles that you are familiar with. 
Happy Birthday Moon 
Busiest Firefighters Ever 
ex Pocket for Cordu~ 
Winter Fun on Snowy Days 
Farmer Joe's Hot Day 
Scuffy the Tugboat 
How Wishes Come True 
Thomas' Snow Suit 
Clarissa's Patch 
Cfhe Very Hungry Cater~ 
In the Night Kitchen 
What Do I HearN ow? 
Shy Little Kitten 
C Love You Forever :::> 
We're Going on a Bear Hunt 
This Is My Family 
I Hear a Knock at My Window 
Three Cheers for Gloria:\ 
<§'feen Eggs and Ham:::::> 
Mortimer 
~ 
Martha Rabbit's Family 
Just Me and My Dad 
Harry the Dirty Dog 
Worry No Longer 
~rExpress ~ 
Whispering Rabbit 
Rachel's Real Dilemma 
I Was So Mad 
Alligator Pie 
Kimberly's Horse 
Saggy Baggy Elephant 
How Stephen Found a Pet 
C Goodnight Moon ~ 




The Paper Boat's Trip 
Go Dog Go.~ 
Big Old Trucks 
The Toy Trunk 
Jelly Belly 
Murmel, Murmel, Murmel 
Terry Toad 
Red Is Best 
C:esnowy~ 
7 ack' s House 
Bears on Wheels 
Matthew and the Midnight Tow Truck 
Snowflakes Are Falling 
Tootle 
Hello Morning, Hello Day 
c c': For Sale> 
.A Difficult Day 
c:rG:Ru!way Bun%> 
Fleanor and the Magic Bag 
Wonderful Pigs of Jill ian Jiggs 
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~h~en's Book Title Checklist • • foil 
Please circle any children's book titles that you are familiar with. 
Happy Birthday Moon 
Tracy Tickles * 
Franklin in the Dark 
Busiest Firefighters Ever 
A Pocket for Corduroy 
Winter Fun on Snowy Days * 
Farmer Joe's Hot Day 
Scuffy the Tugboat 
Velveteen Rabbit 
Where the Wild Things Are 
How Wishes Come True * 
Thomas' Snow Suit 
Clarissa's Patch * 
The Very Hungry Caterpillar 
In the Night Kitchen 
What Do I Hear Now? * 
Shy Little Kitten 
Love You Forever 
We're Going on a Bear Hunt 
This Is My Family 
A..lexander and the Terrible, Horrible, No 
Good Very Bad Day 
r Hear a Knock at My Window * 
Three Cheers for Gloria * 
Green Eggs and Ham 
Mortimer 
The Pokey Little Puppy 
Martha Rabbit's Family * 
Just Me and My Dad 
Harry the Dirty Dog 
Worry No Longer* 
Polar Express 
Whispering Rabbit 
Rachel's Real Dilemma* 
l Was So Mad 
Alligator Pie 
Kimberly's Horse* 
Saggy Baggy Elephant 
How Stephen Found a Pet* 
Goodnight Moon 




The Paper Boat's Trip * 
Go Dog Go 
Curious George 
Big Old Trucks * 
The Toy Trunk * 
Jelly Belly 
Murmel, Murmel, Murmel 
Terry Toad* 
Red Is Best 
The Snowy Day 
lack's House* 
Bears on Wheels 
Matthew and the Midnight Tow Truck 
Snowflakes Are Falling* 
Tootle 
Hello Morning, Hello Day* 
Caps For Sale 
A Difficult Day 
The Runaway Bunny 
Eleanor and the Magic Bag* 
Wonderful Pigs of Jillian Jiggs 
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Children's Author Checklist 
14- }4o 
'/2.0 
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Children's Author Checklist 
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Appendix C 
 
Concepts About Print Score Sheet for Follow Me, Moon and No Shoes. The Score Sheet for Sand and Stones is on page 30. 
CONCEPTS ABOUT PRINT SCORE SHEET 
Date: lcl:nbc 
~~ Name: ~~;_:: Age: 1 2}110 TEST SCORE: I is- /241 
Recorder: M Icl1t ie Izza___ Date of Birth: STANINE GROUP: I & I 
~-




Cover I 1. Front of book 
--
2/3 I 2. Print contains message 
--
l'/ud.tc-1 cuwf 1/U-7-et'i 4/5 I I 3. Where to start u;--r 
4/5 I I 4. Which way to go ;&; ./lAs-t t_.:r 
4/5 j 5. Return sweep to left 
4/5 (} 6. Word-by-word matching ~tj;_1Jwj~w~ b~ l~ttltd 
--
/1/ r"' Ji · !A" /i,'-/1.f..Y-, . _ 
•rvv!j -..,~ /'or -;I 
6 I 7. First and Last concept 
--
7 I 8. Bottom of picture 
--
!h.i:id Ail uzc :;;:ju.~ 8/9 (/J 9. Begins T (Moon) or 'Leaves' (Shoes) 1])/I_.,U'--;?i _ A/:J 1 );c?~ , .. i;, ~ 
bottom Line, top OR turns book (.iCYll'vflt\..(fr:L:d' /j!Le f/'#t~T:f 1{//V 
--
0 'Ytr_ 
0 'YVV~ ~ VI/"'{." f', ' •' , - . 
10/11 10. Line order altered ~~ J1 d>~:;::v~ct ,, ,;J)c_, MU-d .·£; -
--
'!/ .-0 r :.;,?J./.--;~,-. 
12/13 1 11. Left page before right 
Cu1t.t·;t;( ~~ 1iV2 JAI?nd. , 12/13 ~ 12. One change in word order 12/13 13. One change in Letter order , Lift£~. i,OlA/)1?J , . 'I...V/1 J (tO ud 
--
L.· if. 
14/15 0 14. One change in Letter order 
14/15 I 15. Meaning of a question mark 
--
16/17 I 16. Meaning of full stop (period) 
16/17 ~ 17. Meaning of comma t.R.d "4---t /uwvJ &C}'} U U tl( th 16/17 18. Meaning of quotation marks ib/f//hf-tct~AYI 11Ul/Vw. 
16/17 I 19. Locate m i (Moon) OR m i (Shoes) 
..... 
--
18/19 ¢ 20. Reversible words was, no f 'o u~ ·-w W'i/1..;2 tu r cM. 2ttd dv:lA4AJ t>t~ d A. ·UJ-. 
--
I 0 0 20 21. One Letter: two letters 
20 I 22. One word: two words 
20 I 23. First and last letter of word 20 j 24. Capital Letter 
14 
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